Objectives: Research on the health-enhancing effects of later life activities gives limited attention to the age-segregated nature of many organizations; such consideration draws into focus identity processes contributing to these benefits. Studies also focus more on social than on educational organizations. We address these limitations by examining older adults' identity work within the Osher Lifelong Learning Institute (OLLI), a not-for-credit later life educational organization. Method: We use qualitative data from three sources: interviews with OLLI participants and staff (n = 32); observations at OLLI courses, events, and two regional conferences (118 hours); and content analysis of program materials. Data analyses followed a grounded theory approach. Results: Analyses revealed identity work allowing members to view themselves as "lifelong learners." This work involved four processes: (a) framing as a college experience, (b) distancing from nonacademic pursuits, (c) embracing the mature love of learning, and (d) (re)casting themselves as lifelong students. Discussion: Our study contributes to research on the benefits of later life activity by illuminating identity work processes operating within an age-segregated educational organization. These processes allow members to positively frame themselves as older adults; however, they not only reinforce stereotypes of younger and older adults but also devalue older adults unable to participate or uninterested in lifelong learning programs.
One of the most well-documented gerontological findings, and widely cited maxims of aging, centers on the benefits of remaining active-physically, socially, and intellectually (e.g., Morrow-Howell et al., 2014; Rowe & Kahn, 1998) . Studies focus on comparisons of activity across either participation levels (e.g., Everard, Lach, Fisher, & Baum, 2000; Hao, 2008; Morrow-Howell et al., 2014) or categories, such as formal/informal, productive/leisure, or social/ solitary (e.g., Adams, Leibbrandt, & Moon, 2011; MatzCosta, Besen, James, & Pitt-Catsouphes, 2014; Menec 2003) . However, research gives little attention to the fact that many of these health-enhancing activities occur in organizations with one's age peers, given the age segregation of voluntary associations (McPherson, Smith-Lovin, & Cook, 2001 ). These age-segregated contexts draw into focus identity processes that may contribute to such organizations' beneficial effects through the countering of older adults' devalued status (Barrett, Pai, & Redmond, 2012) . Studies also give more attention to organizations focusing on social than on educational activities. Older adults' widespread belief in cognitive activity as a protection against one of their biggest fears-Alzheimer's (Anderson, Day, Beard, Reed, & Wu, 2009; MetLife Foundation, 2011 )-underscores the importance of educational organizations.
The rapidly expanding organizations providing educational experiences for older adults, often described as "lifelong learning" (LL) programs, are promising sites for research.
LL programs vary widely, as do the definitions of LL underlying them (Aspin & Chapman, 2000) ; however, most share a focus on providing older adults with opportunities to take college courses. These courses offer older adults the chance to learn-to expand their knowledge about a wide range of topics-thereby resisting widely held stereotypes about their age group's ability to learn (Löckenhoff et al., 2009) . But, unlike courses taken within traditional college or university curricula, LL courses aim to enhance social integration and quality of life, rather than to provide credentials (e.g., Kim & Merriam, 2004; Simone & Cesena, 2010) . The most prominent LL program in the United States is the Osher Lifelong Learning Institute (OLLI) for adults aged 50 and older, described by its endowment agency as providing "university connection and support, robust volunteer leadership and sound organizational structure, and a diverse repertoire of intellectually stimulating courses" (Bernard Osher Foundation, 2005) . Although only created in 2002, OLLI grew out of the Learning in Retirement Institutes that began in 1962 and rapidly expanded in the 1980s with an infusion of resources from Elderhostel (Findsen & Formosa, 2011; Moody, 2004) . OLLI currently has 119 programs across the United States, serving approximately 142,000 students, according to their National Resource Center. A similar phenomenon occurred in Europe, with the University of the Third Age (U3A), begun in 1972 in France (Findsen & Formosa, 2011; Formosa, 2010; Katz & LaliberteRudman, 2004) . OLLI and U3A, as well as many other LL programs, vary across and within countries in several ways-for example, degree of affiliation with universities and level of state support; however, collectively they constitute a global phenomenon involving tens of thousands of programs that serve millions of older adults across six continents (Findsen & Formosa, 2011) .
Most studies examining LL program focus on either describing participants' motivations for and consequences of involvement (e.g., Alfageme, 2007; Lamb & Brady, 2005) or identifying cultural or organizational distinctions and tensions, including their implications for constructions of later life (e.g., Hazan, 1996; Katz & LaliberteRudman, 2004) . Our study contributes to this research by examining participants' identity work-defined by Snow and Anderson (1987, p. 1348) as "the range of activities individuals engage in to create, present, and sustain personal identities that are congruent with and supportive of the self-concept." These activities often support a group identity and, thus, represent "subcultural" identity work (Schwalbe & Mason-Schrock, 1996) . Our analyses reveal several processes yielding a "lifelong learner" identitya self-conception as an older adult enthusiastically participating in education for its intrinsic value. This identity allows members to adapt to their marginalized status as older adults by positively framing later life and themselves, pointing to a possible mechanism through which LL participation enhances well-being in later life. However, our analyses also highlight ways in which these processes reinforce stereotypes of both younger and older adults and devalue older adults without the means or inclination to participate in LL programs. This observation resonates with discussions of identity work as central to the reproduction of inequality (Schwalbe et al., 2000) .
Background
Most studies of LL programs focus on participants' motivations for and benefits of involvement (e.g., Alfageme 2007; Duay & Bryan, 2008; Escuder-Mollon, EstellerCurto, Ochoa, & Bardus, 2014; Fernández-Ballesteros et al., 2013; Kim & Merriam, 2004; Lamb & Brady, 2005; Mitchell, Legge, & Sinclair-Legge, 1997; Narushima, 2008; Simone & Scuilli, 2006) . Participants most commonly cite intellectual stimulation or knowledge expansion as motivations. As an illustration, a survey of 189 U.S. LL participants found the most endorsed statements referenced cognitive development (e.g., "to expand my mind"; Kim & Merriam, 2004) . Similarly, a survey of more than 1,400 participants in Spain found that more than three-quarters cited desire to broaden knowledge as a reason for participation and nearly two-thirds cited the program's importance to personal fulfillment (Alfageme, 2007) . Regarding benefits, those frequently mentioned include improved well-being and expanded social networks. For example, interviews with 45 OLLI members in Maine revealed references to four main benefits-experience of supportive community, self-esteem enhancement, intellectual stimulation, and spiritual renewal (Lamb & Brady, 2005) . Participants' reported benefits are consistent with the findings of quasi-experimental research. A four-nation study involving pre-and post-test comparison of LL participants with nonparticipants found that involvement reduced negative affect and improved self-perceptions of aging and stereotypes of older adults; however, it increased beliefs that older adults were negatively viewed (Fernández-Ballesteros et al., 2013) .
Other examinations of LL programs focus more on cultural-or organizational-than on individual-level characteristics and outcomes (e.g., Blaikie, 1999; Hazan, 1996; Katz & Laliberte-Rudman, 2004; Moody, 2004) . For example, a study of the UK U3As' formative years identifies "internal tensions of defining a Third Age way of life as well as resisting those external structures that would marginalize it" (Katz & Laliberte-Rudman, 2004, p. 58) ; these tensions are between central and local politics, research and nonresearch activities, and commercial and educational interests. Also addressing tensions within the organization, an anthropological study found Cambridge U3A to be an "experiment in ageing" involving a cultural space for exploring novel constructions of the Third Age that challenged some assumptions about both education and aging; however, it involved an anti-aging stance and denial of Fourth Age realities of frailty and death (Hazan, 1996) . These studies suggest the broad outlines of age-related identities constructed within LL programs; yet, they provide limited attention to the specific dynamics giving rise to these identities-that is, the identity work producing them. Members of marginalized groups often engage in identity work, also termed "subcultural identity work" (Schwalbe & Mason-Schrock, 1996) , aimed at either distancing themselves from negative, imputed characterizations of the group applied to them by dominant groups or embracing identities countering these characterizations (Snow & Anderson, 1987) . Application of these ideas to older adults raises the possibility that age-segregated (older adult) organizations collectively construct socially valuable identities and engage in interactional practices to signify, affirm, and regulate them (Schwalbe & MasonSchrock, 1996) . The need for identity work in later life not only reflects the devalued status individuals acquire in advanced age but also resonates with activity and continuity theories of aging, both of which see identity as central to the relationship between later life activities and well-being (Atchley, 1989; Havinghurst & Albrecht, 1953; Havinghurst, Neugarten, & Tobin, 1968) . Although these theories focus on role identities, a consideration of identity work, derived from both symbolic interactionism (Blumer, 1969; Goffman, 1963) and interpretive anthropology (Geertz, 1973) , highlights the fluidity of identities, continually constructed in interactive processes that give them meaning (Gecas, 1982) . Indeed, aging research reveals the need for identity work in later life, with several classic studies providing illustrations. Rose (1962) described a "subculture of the aging" wherein older adults take pride in age group identification, Rosow (1974) claimed that socialization within local groups of older adults could shield members from ageist stereotypes, and Hochschild (1973) noted that through separation from the young "the old are able to improvise new roles" (p. 73).
Further evidence of identity work among older adults is found in studies of older adult organizations. Within the literature on LL programs, several scholars addressand critique-LL programs' focus on younger groups of older adults, as reflected in the name "University of the Third Age" and its distancing from Fourth Age realities (Alfageme, 2007; Blaikie, 1999; Hazan, 1996; Katz & Laliberte-Rudman, 2004) . This observation suggests an identity work strategy described as "distancing" (Snow & Anderson, 1987) or "othering" (Schwalbe et al., 2000) , whereby members of marginalized groups navigate negative characterizations applied to their group by asserting the inapplicability to themselves. Providing another illustration of this strategy, studies of both social and fitness organizations for older adults reveal that members often contrast themselves with age peers who are nonmembers, enhancing perceptions of the group and themselves as members through a linking of activity (social or physical) with youth (e.g., Barrett et al., 2012; Dionigi, 2002; Fournier & Fine, 1990) . Older adult organizations also frame aging more positively by forming alternative subcultures (Rose, 1962; Schwalbe et al., 2000) , suggesting another identity work mechanism through which participation may enhance wellbeing. For example, a study of the Raging Grannies finds that the group challenges stereotypes of older women as dependent and passive by redefining later life as a time for heightened social responsibility (Sawchuk, 2009) . Similarly, some studies of LL programs point to the group's challenge of assumptions about older adults' interest in education and their ability to learn (Hazan, 1996; Katz & LaliberteRudman, 2004) .
Studies of identity work within settings of older adults tend to focus on groups with goals of social or physical activity, with limited attention given to those with educational or cognitive goals. Research pointing to older adults' concerns regarding cognitive decline underscores the importance of considering age-related identity work in such organizations (Anderson et al., 2009; MetLife Foundation, 2011 ). Alzheimer's is the second most feared illness, behind cancer (MetLife Foundation, 2011) . However, nearly 90% of adults believe that activities can keep their "brains fit," and 50% report engaging in them (Anderson et al., 2009; ASA-MetLife Foundation, 2006) . Such concerns may play a role in explaining the rapid growth of LL programs and participants' central motivations for involvement-that is, intellectual stimulation or knowledge expansion (Alfageme, 2007; Kim & Merriam, 2004) . Older adults may participate in these programs with the goal of enhancing or maintaining both their own cognitive functioning and their spouses' or partners', given the high prevalence of spouse/partner caregiving (Wolff & Kasper, 2006) . Prior research reveals little about processes linking these aging concerns to motivations for and benefits of participation; we argue that identity work provides such a link. In examining identity work within a LL program, our study explores older adults' use of educational pursuits to enhance self-conceptions, an underexamined issue stemming, in part, from the concentration of education earlier in the life course.
Our study expands research on social participation in later life by considering an underexplored site for age-related identity work. Further, it expands the identity work literature, which focuses much more on other dimensions of inequality (e.g., race, gender, class, and sexual orientation), by illustrating the applicability of "generic practices" of identity work to the reproduction of age inequalities (Schwalbe et al., 2000) . Using data from interviews, participant observation, and content analysis, we identify OLLI participants' collective construction of an identity that counters the negative connotations of being "old." Our analyses reveal several processes through which members construct identities as "lifelong learners," yielding insight into identity work within age-segregated organizations.
Data and Methods
This study uses qualitative data collected at an OLLI in a large southeastern state university. It holds classes for more than 1,000 members (double its size only 5 years prior to the study) during three sessions each year, at a cost of $25 to $55 per class and a membership fee of $60 per semester or $110 per year. Taught by current or former faculty and doctoral candidates, class topics vary widely but concentrate on arts and humanities. This OLLI employs three women who manage the day-to-day operations of the organization, but they plan classes and social events in cooperation with an executive board composed of members.
Our data primarily derived from participant observation and interviews conducted by the first author. Both authors are sociologists with training in and publications using qualitative methods. Participant observation consisted of approximately 82 hours in classes over six semesters (i.e., 2 courses from beginning to end and 17 other class meetings) and 36 hours outside of classes (i.e., semester showcases, a semester planning meeting, town hall meeting, volunteer breakfast, and two 3-day OLLI southeastern regional conferences). Fieldwork allowed us to gain "perspectives in action," whereas the interviews aided understanding of "perspectives of action" (Snow & Anderson, 1987 , p. 1343 . Fieldwork aided in the development of a semistructured guide used in interviews with staff (n = 3) and members (n = 29), who averaged 69 years of age, ranging from 54 to 86. All were white, three-quarters were women, and approximately half were married. These demographics approximate those of participants in the United States (Formosa, 2010; Pejic, 2008) and Europe (Alfageme, 2007) . Four participants were interviewed in pairs-a married couple and two friends. Interview participants are middle to upper-middle class; all held college degrees, and more than two-thirds held advanced degrees. Interviews, for which participants were not compensated, averaged 1 hour, ranging from 45 minutes to 2 hours and 20 minutes. We obtained informed consent from participants using a process approved by the University Institutional Review Board. Interview questions centered on participants' motivations for and expected benefits from LL involvement, the meaning of "lifelong learning" and LL participation to them, and their views of age-segregated organizations for older adults. We also asked staff about their roles in OLLI and the images of aging and LL that OLLI marketing sought to create. The interviews largely took the form of "conversations with a purpose" (Burgess, 1984, p. 102) ; the interview guide provided reminders of topics to be covered, but the interview participants generally spoke on their OLLI experiences with little prompting.
We supplemented the interviews and participant observation with ethnographic content analysis of local OLLI materials, including newsletters, bulletin boards, radio and print advertisements, the website, and a memberpublished anthology of creative writings. Using a variety of data sources permitted the discovery of nuances potentially obscured by a single data source, a research practice referred to as triangulation (Patton, 2014) . We view these OLLI materials, particularly the marketing ones, in a couple of ways, both of which are useful to our examination of identity work. They are strategies carefully chosen by staff members to promote the program, as it has been shaped over time by members' preferences and their collective constructions of identity within the organization. However, these materials also influence members' identity work, as they provide language or "codes" (Schwalbe & MasonSchrock, 1996) members often employ in describing themselves and others as lifelong learners.
We analyzed the data using grounded theory techniques (Charmaz, 2006; Glaser & Strauss, 1967) . Analysis began with coding of fieldnotes and interview transcripts using the qualitative analysis software NVivo to identify the action occurring in each piece of the data. The codes emerging inductively from the data were refined deductively based on our literature review. We used the resulting set of conceptually-focused codes in coding all of the data, including the OLLI materials. Our ethnographic content analysis examined the OLLI materials for consistency of codes as well as development of new codes, but it maintained the centrality of participants' words and actions, as viewed through interviews and participant observation (Altheide, 1987) . We explored each code further through memos that employed the constant comparative method to consider new or inconsistent themes emerging from this process (Charmaz, 2006; Glaser, 1965) .
A theme emerging from our analyses was identity work, the focus of this article. In particular, analyses revealed processes yielding a lifelong learner identity. For example, inductive coding revealed members' drawing of distinctions between OLLI and non-OLLI organizations and members. Our literature review revealed that this code resonated with patterns of embracing and distancing found in identity work. This observation led to the development of a conceptually-focused code to capture "distinguishing the program." Conceptually-focused codes used in the analyses presented in this article included distinguishing the program, comparing with college, engaging in coursework, expressing the enjoyment of learning, and defining lifelong learning. Using material derived from these codes, we examine the following research question: What constitutes the lifelong learner identity, and how is this identity constructed and signified?
Results
Results revealed that OLLI participants constructed positive identities as "lifelong learners" that served to counter negative associations with later life. This strategy involved engagement, as OLLI members, in a formal activity-education-that is not only highly culturally valued but also connected with youth. Involvement enabled holding the "lifelong learner" identity-a self-perception as an older adult enthusiastically participating in education for its intrinsic value. Members framed this identity as central to not only their current but also their past and future lives. OLLI members, along with program staff, constructed this identity through four processes: (a) framing OLLI as a college experience, (b) distancing OLLI from other programs with less academic foci, (c) embracing an enjoyment of learning as a mature characteristic, and (d) (re)casting selves as lifelong learners.
Framing as a College Experience
The lifelong learner identity centered on OLLI's academic nature-though OLLI courses were not for college credit leading to a degree. For example, marketing materials, including the website, a brochure, and a mail flyer, heralded OLLI as "academic" and "scholarly." A radio commercial depicted OLLI as "an intellectually stimulating academic program," and a video on the website featured a member stating, "OLLI gives me scholarly classes." Interviewees conveyed similar ideas, perhaps reflecting their adoption of a definition created through marketing materials and the related "codes" signifying this identity (Schwalbe & Mason-Schrock, 1996) . For instance, Margaret commented that "the underlying philosophy of being an academic program is part of who we are." Similarly, in discussing her classmates, Virginia said, "there are a lot of intellectual people."
A main reason OLLI could be seen as academic was that it involved spending time in a university setting. Several members commented on the pleasure they found simply in returning to campus, an observation reflecting the socioeconomic privilege enjoyed by most members. Joyce explained of her desire to join, "when I found this program, it kind of made me feel like, oh, I'm back on campus, I'm back in school, and that was very important to me." Another appealing feature of the university setting centered on its connection with youth. OLLI courses occurred in a space shared with traditional-age college students-that is, the young. Although the two groups took their own courses and interacted little, the youthful atmosphere shaped constructions of the lifelong learner identity. As Helen explained:
I love to get out of class, and there's the students also walking around and they're talking about their things; they're in their flip flops and their shorts. You have that campus atmosphere. I think that's a plus, as opposed to having it maybe at the convention center or in a big building where it's just all these old people.
More important than the location, however, was the fact that university faculty taught courses. As Barbara said, "This is like going back to undergraduate school or graduate school. We've got real professors." Similarly, Sandra noted that "you couldn't just go out and hire somebody to come in and teach these classes. If they don't have the background, knowledge, and intelligence, I think the attendees in OLLI would catch on." Karen, the program coordinator, also emphasized the importance of hiring professors to teach the courses: "This is a real course, and this professor is teaching [classes to traditional students] at the current time."
OLLI also appealed to members by providing a more general sense of connection to academia. Some participants appreciated its continuity with their years in academia as a profession. As Marilyn explained, "I'm an old professor, so I may lean a little more on the 'give me some meat here' side. I want to learn something." Raymond also pointed out that "I feel comfortable in the academic environment." Others emphasized this environment's focus on intellectual exchange through active discussion. As Shirley commented, "It's not anybody showing up for any particular reward other than learning what's going on, hearing what has to be said, and then discussing it openly, easily. So this kind of situation is very, very valuable." Further emphasizing the scholarly interaction that OLLI provided, Jenny said, "I could stay home and read and learn a lot. If I'm going to come out and mix and mingle with people and be taught, I need the whole experience to be at a pretty high levelfascinating, intriguing, and thought-provoking." Members' actions also reflected this orientation toward their coursework-they attended writing classes with laptops for revising and sharing work, they read assigned chapters and books ahead of schedule, and they carried pads for taking notes to each class.
Distancing From Nonacademic Pursuits
Establishing a lifelong learner identity entailed distancing involvement in OLLI from nonacademic, more leisure-oriented pursuits, in order to "police" boundaries of this identity and construct it as deserving more respect (Schwalbe & Mason-Schrock, 1996) . Members conveyed OLLI's academic aspect through comparisons drawn between OLLI and other activities geared to older adults. They often compared OLLI with the local senior center, providing "complimentary services" for older adults, according to the program director, Sharon. For instance, Carol explained: "We have the senior center here, which has an enormous program. I don't participate in it because I just don't have time. I think it's a totally different thing from OLLI. We serve two different purposes." Alice provided more details on the differences, focusing on types of courses: "The senior center has a place too. They do a lot of [health] screening, stuff like that. They have different activities; they have different classes, if you want to take Spanish, painting, photography. Which you may or may not be interested in." Although some OLLI participants also took senior center courses, some interviewees distinguished senior center participants from themselves, with social class and age differences referenced. For instance, Joseph commented, "I'm thinking the people who use the senior center generally are not very affluent. I would think that there is a big break between some of the same age people that are coming to OLLI that are more affluent." Also highlighting differences between the programs and participants, Diane said:
I think the age bracket of the senior center is higher than the age bracket of the OLLI classes. It's a different clientele. I think [the senior center's] focus is not so much on the classes but what they can provide for the elderly and the county that they can, (a) afford, and (b) be able to physically handle.
Distinctions between OLLI and the senior center rested on codes members used to construct boundaries between academic and nonacademic courses. Patricia, a long-time member and previous OLLI director, described OLLI's uniqueness: "One of the really strong tenets for me was that the classes would be of the university level. In other words, I didn't want this to become another senior center... offering courses in bird-watching and knitting." To align OLLI with higher education, members and staff believed that their courses should be similar to subjects taken by college students. Karen, the program coordinator, described the courses as "not just somebody's hobby... Most of them are liberal artsy; they're not physics-although we are looking for more hard science classes." Also contrasting with the senior center, OLLI offers courses taught by university personnel. As Carol described, "A lot of [senior center] things are taught by their members-where we have professors. That's very important to me-a different quality, and I think we've come to expect that."
Members also distanced their program from other OLLIs considered less academic. Charles commented on an observation he had made at the OLLI regional conference: "We are the odd ball when it comes to most OLLIs. I thought they were all cookie cutter, run exactly the same way. But that ain't so." Similarly, Linda explained that some OLLIs focused too much on frivolous activities, which were a distant secondary concern for their group:
Our program is different from a lot of the others. Their membership fee might be 10, 25 dollars a year. We're expensive. One of the reasons is that we pay our professors. A lot of the others, at least in the southeast, do not pay their professors; they have volunteers. A lot of the others are doing yoga and tai chi, getting brunch, and that's the way it is. Creative writing classes, flower arrangements, and those kinds of things. What we want are rigorous academic experiences.
Embracing the Mature Love of Learning
OLLI members embraced a view of themselves as students who were motivated to learn for its own sake, rather than driven by the more utilitarian, career-focused concerns of younger students. As Sandra said, "I'm not working on a degree, I'm not concerned about grades, and I don't have to regurgitate it. But I save the notes, and I refer to them. And I've been doing some additional reading-it inspires me to find out a little bit more." Providing an illustration of her focused studies, one participant showed the first author the full notebook from her most recent class, as she described the volumes of notes she had collected in over 12 years of OLLI courses. In addition, students often affirmed this identity by coming to class with prepared questions and outside resources. Contrasting her OLLI experiences with those in her younger days, Kathleen said, "I probably do a little more looking up. In the class on Supreme Court decisions, I looked up information before I got to the class."
In making favorable comparisons of OLLI members with traditional college students, participants drew on others' assessments. For example, several interviewees referred to a speech made by the university president to OLLI members at a showcase of classes. He commented that every time he talked to instructors, "they say how wonderful the courses are because everyone is there because they're intrigued and interested and want to be there, which isn't always the case for all 40,000 students [at the university]." Members saw their deep interest in learning as a point of pride and something that made them desirable students. Describing professors' assessments of OLLI members, Diane said, "The best ones have realized that teaching adults and teaching college students is a different ballgame. I know they appreciate the fact that we're not sitting here texting! We're actually paying attention and asking questions."
Members explained that they did not have to do coursework, but they wanted to-framing education as a personal choice. Some members suggested that, while they had been traditional students earlier in life (i.e., utilitarian in their orientation), they now had the opportunity to be passionate students. A woman said after class one day, "It's a time in your life where you can just do what you want to do. So much of your life you're just going after the next degree and taking whatever classes you're supposed to." Others viewed this experience as an opportunity they had missed out on earlier in life. As Joyce explained, "I took graduate level classes, career-related on a special basis, but I never did get to go to grad school. So I felt cheated."
The choice to participate in OLLI enabled construction of the program as exciting and appealing-contrasting with a view of traditional education as more mundane. Program materials depicted someone yearning for knowledge-providing a model for potential members to use in constructing lifelong learner identities. This model also ascribed positive attributes to participants as creative and intellectually engaged. For example, the spring 2013 newsletter used the following phrases to describe classes and the older adults taking them: "opportunities to engage our intellectual curiosity, delight our creative spirit, and explore exciting ideas." Making a more direct comparison between OLLI and other educational settings-namely those for younger people-a video on the website featured a member saying, "Yet it's not exactly the same as traditional school because we have no tests, which is wonderful, but you find as you get older, you want to learn. You don't need tests to force you to do your reading or the exercises that are suggested." The lack of tests and homework proved instrumental in instilling the idea that members opted in to learning. Advertisements labeled the program as designed for those "who want to continue their education in a stress-free environment where there are no tests and no homework: learning for the fun of learning." Similarly, the OLLI president's message in a 2002 newsletter read, "Now it is time to go back to school. The difference is that school is now fun and educational; no homework, no tests, no grades. Just show up and enjoy."
(Re)casting Selves as Lifelong Learners
Although members made favorable comparisons of themselves with younger students, including their younger selves, they also recast their prior selves to be consistent with the group's emergent identity as "lifelong" learners. All interviewees responded to questions on how they defined lifelong learning. Many members saw this label as descriptive of themselves across the course of their lives. For example, Harry began his answer by saying, "I've always been a lifelong learner." Alice also identified as a lifelong learner; she explained, "From the first time you get your baby home, you want them to be learning. Until they put you in the box, you're learning. I can't imagine why anybody would want to stop; there's so much to learn and so little time." These comments reflected expectations that they would seek learning opportunities across their lives. As Margaret described, Lifelong learning to me is a big picture. It's not just OLLI. It's when I go to bed at ten o'clock at night and read a book that isn't part of book club. It's going to cultural events in the community. It's getting to know new people and even learning how they think is different than what I think. I think lifelong learning is something that starts when you're born and ends when you die. It's not the K-12. It's something that's just part of your life.
Although members saw lifelong learning as positive and, in some sense, "natural," they also indicated that some people do not have this orientation. Margaret put it succinctly: "Some people enjoy it, and some don't." Seeing lifelong learners as a select group enabled members to distance themselves from others without their commitment to learning. Illustrating this comparison, Linda said, "You'd like to think everybody is a lifelong learner, because it's kind of in our DNA to be curious. But to actually take the initiative to reach out and pursue learning... that's really what you have to do. You've got to seek us out to do this."
But they limited activities indicative of "lifelong learners" to those considered both intellectual and enhancing of cognitive well-being. Again, comparisons between lifelong learners and other older adults were common. For example, Alice said, "A lot of times I think people spend so much time on things that are somewhat trivial; even though there are trivial fun things I do, like crossword puzzles, there's just so much you can learn and do to keep your mind active." Many noted the role of OLLI in keeping the mind and body active-in order to age successfully. As Robert said, "A big part is keeping your mind active. Exploring new horizons-I think it helps prolong life. If you just sit home and vegetate and watch TV you're going to lose a lot. Your mind is going to deteriorate to mush if you don't use it." Keeping your brain from turning to "mush," particularly avoiding Alzheimer's, was referenced by many participants. For example, Rose said, "I think lifelong learning is just looking for new and different things to perk up your interest, to keep you stimulated enough not to fall into Alzheimer's." Others, like Gerald, underscored the importance of these activities by comparing them to physical exercise. He said, "Lifelong learning, that's kind of where we are. We're reading, volunteering, classes, travelit's all input. And I really do believe, just like physically, if you don't exercise, you'll lose it, if you don't keep enriching yourself."
Although cognitive activity drew participants to OLLI, most members identified personal development as their primary reason for involvement. As Patricia explained, "This is the renewal, the second chance at life that we have. The time to really take everything that we ever wanted to take. It's learning for the rest of our life." Members' focus on later life as a stage providing time for personal development resolved the contradiction between labeling one's self a lifelong learner and admitting to having an instrumental orientation toward education in earlier life. Members viewed themselves as able to turn to their enduring quest for knowledge in later life-as demands from family and paid work diminished from their high levels in earlier stages. Their resolve to return to these interests is underscored by the finality of their lifelong learner identity, as Jenny's comment illustrated: "I hope I go out of this world still wanting to learn more." This comment resonates with definitions of lifelong learning as "for the rest of our life" and ending "when you die."
Discussion
Research consistently finds that activity improves older adults' physical and psychological well-being (e.g., Hao, 2008; Menec, 2003; Morrow-Howell et al., 2014) , though examinations of the underlying processes give little attention to the age-segregated nature of the organizations in which many of these activities occur. Our examination of one such organization-an educational program for older adults-reveals identity processes that are likely to contribute to these beneficial participation effects. We find four processes through which members develop an identity-of a lifelong learner-that enhances their views of later life and themselves as older adults.
One identity process consisted of members' framing OLLI as a college experience, characterized by having faculty members as instructors, engaging in scholarly discussions with faculty and classmates, and sharing physical space with young, traditional college students. Our analyses of marketing materials suggest that this definition may have begun with program organizers, who were themselves members. New members may adopt the definition as they become involved, model current members' behaviors, and experience reinforcement from the group-a collective construction of "codes" signifying a shared identity (Schwalbe & Mason-Schrock, 1996) . The framing of lifelong learning as involving a college experience allows OLLI members to identify with two high status groups-young people and academics-a pattern suggesting a mechanism through which participation may enhance self-perceptions and well-being. However, this framing reveals the social class bias of the identity, which is more readily accessible to middle-and upper-class older adults with college experiences in their past.
A second identity process involved distancing the intellectually-challenging activities of OLLI from nonacademic pursuits, allowing members to see themselves as superior to age peers not involved in LL programs. This aspect of identity work disparaged nonmembers (i.e., the majority of older adults) through a process of defensive othering, involving not only the imposing of subordinated identities on others but also the making of a moral identity (Schwalbe et al., 2000) . Those lacking interest or means to participate in OLLI were vulnerable to the stigma of failing to age successfully, indicated by their presumed lower levels of cognitive activity. In contrast, OLLI members possessed the ability to counter dominant culture's ageist stereotypes, particularly those centering on older adults' involvement in frivolous activities and their inability to learn. By tying ideas about the self to rigorous intellectual pursuits and framing the organization as a legitimate educational institution, involvement functioned as a symbolic resource for constructing an identity that was particularly valued in their socioeconomic strata in which higher education is tied to elevated social status. However, engaging in these identity work processes is not possible for all older adults; OLLI members' social resources, including both their social class, as indicated by their education level and previous occupations, and their relative youth and health, enabled distancing from ageist stereotypes.
A third identity process involved embracing a love of learning assumed unique to older-that is, "mature"-adults. This process similarly provided OLLI members the opportunity to "other" a different group, in this case, traditional students. OLLI members "created powerful virtual selves" (Schwalbe et al., 2000) by implicitly positioning themselves above their college-age peers with more utilitarian motivations, pursuing education to secure the best job. By depicting OLLI members as pursuing learning for its own sake, they defined themselves as more committed learners, well respected by professors, in contrast with younger, less intellectually-engaged students. Older adults constructed themselves as holding "moral superiority"-they held good values that younger generations lack (Jerrome, 1992) . This process positions OLLI members as dominants and younger people as subordinates, reflecting oppressive identity work (Schwalbe & Mason-Schrock, 1996 .) They labeled younger age groups, even the younger self, inferior for failing to appreciate the intrinsic value of education, thus applying a positive moral identity to the self. However, the group's more positive appraisal of the pursuit of education for self-fulfillment rather than practical, financial goals is made possible by members' relative socioeconomic advantage that widens their range of options in later life. This framing of the organization as providing opportunities for individually-crafted paths to self-development resonates with the contemporary view of later life as a stage to pursue personal choices-though circumscribed by available time and socioeconomic resources (Gilleard & Higgs, 2005) . Members' ability to retire and afford OLLI membership contrasts with the financial situations and prospects of not only many younger adults, who face a less favorable economic environment than did current cohorts of older adults in their younger years, but also many OLLI members' age peers living more economically tenuous lives than their own.
A final identity process involved (re)casting the self as a lifelong learner, enabling members to see continuity in this identity across their lives. This construction emerged from the making of favorable comparisons of themselves with younger students, including their younger selves. Members engaged in some degree of "fictive storytelling" (Snow & Anderson, 1987) , involving the assertion that a personal quest for knowledge was a central thread running through their past, present-and assumed future-identity. This assertion enabled self-perceptions as "lifelong" learners. Rather than viewing themselves as adopting the lifelong learner identity only in their later years, many members claimed lifelong orientations consistent with the group's emergent identity. Their approach resonates with ideas of both internal continuity, through a love of learning, and external continuity, through involvement in educational institutions (Atchley, 1989) . However, constructing continuity required a resolution of the conflict between labeling one's self a lifelong learner and admitting to having an instrumental orientation toward education in their younger years. Members resolved this conflict by emphasizing how the lessening of role-related pressures, namely through retirement and reduced family demands, allowed them to focus in later life on previously neglected interests. This strategy of (re)casting the self to create continuity also reduced the relevance of age to the lifelong learner identity, perhaps increasing the group's appeal. As noted by other scholars (e.g., Hazan, 1996; Katz & Laliberte-Rudman, 2004) , LL programs' focus on the Third Age, as a stage for individualized pursuit of self-fulfillment, can involve a distancing from, or even denial of, the next life stage to be faced by members. The study's findings, and its limitations, highlight areas for future research on identity work in age-segregated organizations. Our study reveals OLLI members' use of education as a symbolic resource to construct an agerelated identity countering status loss in later life, thus pointing to identity as a factor mediating the relationship between activities and well-being in later life. Educational activities, and organizations encouraging them, may be especially important sites for age-related identity work, given middle-aged and older adults' concern over cognitive decline and beliefs about intellectual activities' efficacy in preventing it. However, our study focused on an organization primarily involving a privileged segment of the older population-young-old, white, and highly educated adults. Future studies should examine age-segregated organizations involving less privileged older adults, as the agerelated identities emerging within them and the processes generating them may differ from those we identified. For example, the salience of age-related identities constructed around educational or intellectual activities, as well as social, physical, religious, or other activities, may vary by a range of social factors, including social class, race, gender, and age. We note that our sample, like LL programs broadly, includes more women than men, raising the possibility that the identity work processes our analyses reveal may be shaped by greater pressures women feel to remain socially engaged in later life-to counter the sharper social devaluation they experience as they age (McWilliams & Barrett, 2014) . Further investigations will illuminate the varied pathways through later life and the social structural and organizational contexts shaping them.
Through its examination of identity work operating in an age-segregated organization, our study contributes to not only gerontological research but also the literature on identity. The processes we identified resonate with "generic processes" distilled from identity work studies, including othering and the creation of powerful virtual selves (Schwalbe et al., 2000) . However, prior studies of identity work focused more attention on other dimensions of inequality, like gender, race, class, and sexual orientation, than age. Our study extends this work by revealing how these processes can reproduce age inequalities-even from the inside of organizations that enhance older adults' well-being.
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